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The question investigated in the present study was whether 
instructing university students with the combined metacognitive 
strategies of self-questioning (SQ) and prediction would improve 
reading comprehension and recall of academic, texts. SQ basically means 
asking questions to oneself while reading and prediction is making 
inferences about the next piece of information in the text.
Studies done on metacognitive strategy training in students' 
native language give promising results in improving students' reading, 
but the infrequent use of strategies by adults shows that strategies do 
not automatically develop. This suggests that students must be 
instructed on the benefits of the metacognitive strategies and how to 
use them (Pressley & Harris, 1990).
As far as reading in a second language is concerned, there are few 
studies which have investigated metacognitive strategy training. In 
particular, the number of studies done on combined strategies is rather 
low. Furthermore, the results are contradictory (O'Malley & Chamot, 
1990) .
Two hypotheses were tested in the study. The first hypothesis 
stated that giving EFL university students a combined metacognitive
strategy training of SQ and prediction would help them to comprehend 
academic texts better. The second hypothesis stated that these 
strategies would also help these students to recall the subject matter 
better.
An intact group design was used in the study. There were two 
groups: one experimental and one control group. The experimental
group had four 50-minute training sessions on SQ and prediction, but 
the control group continued their regular reading classes. A total of 
28 EFL university students, 17 in the experimental group and 11 in the 
control group, participated in the study. Data analyses showed that 
after the training there was no significant improvement in the reading 
comprehension scores of the experimental group at the level p <.05. 
Thus, the first hypothesis was rejected.
The analyses for recall showed that there was a significant 
improvement in the experimental group's recall scores after the 
training at the level p <.05. Thus, the second hypothesis was 
accepted.
Two major explanations for this unexpected finding of improvement 
in recall but not in comprehension are offered. First, students may 
not have asked higher-order (SQ) questions during testing but rather 
asked lower-order questions which may have led to increased verbatim 
recall but not to increased inferential comprehension (Rickards & Di 
Vesta, 1974). Another plausible explanation is that the time of the 
strategy training may have been too short to show an increase in 
comprehension (Dewitz, Carr, & Patberg, 1987).
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CHAPTER 1 INTRODUCTION TO THE STUDY 
Background of the Problem
Reading is a process which involves people actively processing 
information (Vacca, Vacca, & Gove, 1991). In academic studies, this 
ability to process information becomes very important because 
students have to understand and learn a great amount of material 
from texts in order to be successful in their academic studies 
(Shih, 1992).
Although some researchers agree that reading is the most 
important skill for second language (SL) learners in academic 
situations (Grabe, 1991), in second language reading classes texts 
are often considered as a way to teach structures rather than to get 
information, or they are used to teach reading sub-skills such as 
skimming or scanning (Johns & Davies, cited in Hudson, 1991; Shih, 
1992) .
At Middle East Technical University (METU), which is one of the 
biggest universities in Turkey, and where the medium of education is 
English, traditional reading strategies, such as skimming, scanning, 
and guessing from context, are still the main focus of reading 
lessons in the preparatory (prep) school. However, feedback from 
previous students suggests that these strategies do not really help 
them in their academic reading. When they go on to university 
studies, they face difficulties in understanding the content texts 
because although these traditional strategies help short-term 
understanding of the texts (Shih, 1992), academic studies require 
students to get the necessary information from the text and 
reorganize that information in the exams and in written assignments 
(Weir, 1993).
According to Wickelgren (1979), both skimming and scanning are 
fast reading. If the aim is to get a general idea or find specific 
information and remember it for a very short time, skimming and 
scanning are the necessary skills; however, it must be kept in mind 
that academic reading is different and that the main aim is 
understanding and remembering the subject matter of the text for a 
longer period of time. What is more, academic reading involves 
different types of information processing in terms of attention, 
focus, and information encoding, as well as remembering (Shih,
1992) .
Some researchers (Wickelgren, 1979) argue that reading speed and 
comprehension are closely related and that after a certain speed 
comprehension and retention decrease. They say that if the reading 
rate is increased, there is a large decrease in comprehension. They 
explain this by stating that reading needs active processing of 
information. The reader has to form his own ideas and integrate 
them onto his cognitive framework, which take time; thus, the faster 
one reads, the less time one has for these processes. As a result, 
they conclude that the more time one spends on the reading material, 
the better the learning and retention will be. According to 
Gruneberg (1983), the more time one spends on thinking about a 
particular idea and the more one connects it with similar other 
ideas, the better one will remember it in the future.
This shows that where students need to understand long reading 
texts in order to be successful during their academic studies 
(Casanave, 1988; Shih, 1992), reading courses which deal with 
reading skills such as skimming, scanning, and finding the main
ideas are unsuccessful in meeting the demands of academic reading 
texts (Shih). Nist and Diehl (cited in Shih) point out that 
students will never be asked to find the main idea of a passage 
during their post-secondary education. Reading classes do not 
prepare students for their academic studies because in these classes 
students are taught to separate ideas into small, unrelated parts. 
They are not taught how to integrate ideas. According to Shih what 
the students should be able to do (depending on the type of the 
task) is to understand what the reading task requires, to set goals 
for the task, and to monitor their reading and studying according to 
this knowledge. In other words, reading involves metacoanition 
(Hudson, 1991). Metacognition can be defined as the ability to 
monitor one's own information processing, planning for learning, 
checking understanding (O'Malley & Chamot, 1990), and taking action 
if the outcome is not successful (Grabe, 1991).
Purpose of the Study
The importance of reading in academic studies and the strategies 
that reading involves were the starting points of this research.
The main aim of this study was to determine whether students can 
comprehend and retain academic reading material better if they are 
trained to use certain metacognitive strategies.
As Armbruster and Baker (cited in Carrell, Pharis, & Liberto, 
1989) state, metacognition is very important in reading, and, 
according to Hudson (1991), metacognition includes the skills which 
could help readers to overcome the difficulties arising from 
difficult-to-process texts. According to Clarke and Silberstein 
(cited in Grabe, 1991), for successful reading, students need to be
taught strategies. Gambrell (1988) also mentions the importance of 
helping students to develop certain strategies which they could use 
themselves independently to successfully accomplish reading tasks.
Pre-school children do not use any strategies, but 11- and 12- 
year-olds repeat words to learn, which may be considered as evidence 
of the automaticity of strategy development; however, the infrequent 
use of strategies by adults shows that this assumption is not 
accurate (Pressley, Symons, McDaniel, Synder, & Turnure, cited in 
Pressley & Harris, 1990). In fact, there is evidence that the 
reason for the infrequent use of strategies is the lack of strategy 
instruction in schools and text books. These findings lead to thé 
belief that these skills should be clearly taught to students of 
different proficiency levels (Pressley & Harris).
Research shows that there is not enough attention given to the 
teaching of these skills (Gambrell, 1988). Durkin, (cited in 
Gambrell) found in her research that teachers at elementary schools 
do not provide students with explicit instruction for using 
strategies that will help them to understand a text. Other studies 
show similar findings at secondary and high schools (Sirotnik, cited 
in Gambrell).
Research in the field of metacognitive training for SL learners 
is very scarce, and more research is needed (Carrell et al., 1989; 
Grabe, 1991). In fact, as Barnett (1989) states, researchers have 
only recently become interested in strategies used in second and 
foreign languages. One important fact to consider is that findings 
in the first language (Ll) cannot be generalized to second language 
(L2) situations (Grabe). Although some researchers believe that the
reading process is universal (Barnett), there are differences among 
cultures. For example, different languages may have syntactic 
differences (Cowan, cited in Barnett), different orthography and 
punctuation (Grabe), and different ways of reasoning (Kaplan, cited 
in Barnett). According to Allen, Bernhardt, Berry, and Demel (cited 
in Barnett), one must be careful before stating that there are 
general reading principles which apply to all readers from different 
languages and different levels. As for reading strategies, there 
are conflicting results about whether LI strategies are transferred 
to second language reading (Barnett).
Researchers in the field of metacognitive strategy training 
mostly work in the Ll context with the exception of O ’Malley; 
Carrell; Padrón; Sarig and Folman (all cited in Carrell et al.,
1989). A few other researchers in the field who have studied 
metacognitive strategies of second language and foreign language 
learners are Kern (1989); Carrell, Pharis, and Liberto (1989);
Chamot and Küpper (1989); and Block (1992).
O'Malley and Chamot (1990) claim that strategy instruction 
research of second language and foreign language is "in its infancy" 
(p. 185), because up to today this research has mainly dealt with 
identifying and describing the strategies that students had already 
developed and used themselves or it has dealt with studies done in 
students' Ll. They add that research in Ll does not answer some 
questions about the learning strategies of second language learners 
because, first, there are no strategy training studies in L2 which 
deal with integrative language skills. They say that studies done 
in metacognitive strategy training are mostly concerned with
vocabulary learning but not with more complex language tasks such as 
listening and speaking. Second, the number of experimental studies 
where the independent effects of training can be observed is very 
small. Third, strategy training research usually focuses on one 
strategy alone rather than a combination of strategies. Fourth, 
there is a small number of studies done in usual classroom settings. 
Because successful learners know a variety of strategies and apply 
many of them at the same time, rather than one single strategy, 
while dealing with a learning task, teaching more than one strategy 
would be more useful (O'Malley & Chamot).
In light of the literature, it was believed that although 
combined-strategy training in Ll situations has been investigated, 
further research on strategy training, especially on combined 
metacognitive strategies in different L2 situations with different 
students of different cultural backgrounds and ages, needed to be 
done. As researchers such as Barnett (1989) and Paris (cited in 
O'Malley & Chamot, 1990) state, research done on teaching strategies 
must be conducted with different language learners of different 
proficiency levels.
Among metacognitive strategies self-questioning (SQ) and 
prediction (explained below) are known as comprehension strategies 
(Gambrell, 1988; Wong, Wong, Perry, & Sawatsky; Wood, cited in 
Nolan, 1991) , and they have been shown to aid students to be better 
readers. It is believed that these strategies are also useful in 
the retention of information because as Bransford (1979) says there 
is a close connection between comprehension and recall and that if 
the comprehension is good, recall will also be better. Thus, in the
present study the researcher was interested in the effectiveness of 
combined strategy training of SQ and prediction in increasing 
comprehension and recall of academic reading of Turkish university 
students who need English in order to be successful during their 
studies in English medium universities.
SQ involves students' asking questions about the information 
contained in the text to check their understanding (Gambrell, 1988). 
SQ also helps readers to focus on important information in the text; 
as a result, this helps them to comprehend those important points 
(Nolan, 1991).
Prediction involves anticipating how the text will develop 
later, what information will follow (Grabe, 1991), and the ability 
to integrate previous knowledge with the new information more easily 
(Gambrell, 1988). According to Klatzky (1975), comprehension is the 
process of combining new information with the general knowledge one 
has about the world.
Thus, in designing the study the researcher was motivated by 
four factors: (a) Strategy training has been found successful in LI 
situations (e.g., Pressley & Harris, 1990; Pressley, Johnson,
Symons, McGoldrick & Kurita, 1989; Kern, 1989); (b) in the present
study if results showed the effectiveness of the strategy training 
in aiding university students to understand and recall content 
texts, it could provide the empirical basis for making changes in 
the current syllabus at METU which could benefit students; (c) this 
benefit, if found, could be an example for other educational 
institutes and a step forward in initiating the use of strategy 
training for the benefit of more learners; and (d) it would.
8contribute to the field of research on metacognitive training in EFL 
situations.
Research Hypotheses
In this research the effect of combined metacognitive strategy 
training, namely SQ and prediction, on Turkish EFL university 
students' reading comprehension and recall was investigated.
It was hypothesized that (a) EFL students at METU prep school 
trained in SQ and prediction strategies would be more successful in 
comprehending information in their reading tasks than students who 
continued their usual reading classes without this training, and (b) 
strategy training would also help students to improve their ability 
to retain information, that is, help them to remember the subject 
matter more effectively.
CHAPTER 2 REVIEW OF LITERATURE 
Introduction
With the recent view of reading as an interactive process 
between the reader and the text in meaning making, guiding students 
to develop their cognitive and metacognitive skills which could help 
them to get information from texts in the most efficient way seems 
necessary (Shih, 1992). In this recent approach, the readers' 
mental processes, making them aware of these processes, and teaching 
them to regulate those processes efficiently to be successful 
readers are emphasized. In this respect, metacognition and strategy 
instruction gain importance. However, it is seen that research in' 
the field of strategy instruction with EFL students is scarce and 
positive results of these research have little effect on designing 
the curriculum (Shih).
Therefore, the present study attempted to make a contribution to 
the field of metacognitive strategy training. In order to 
familiarize the reader with the present research, this chapter 
reviews the literature on reading models in LI which are often 
referred to in the L2 literature on reading, metacognition, and 
strategy training.
A Brief History of Reading Models in Ll
Because there is still not a fully developed model of reading in 
L2, L2 reading literature often refers to reading models in Ll. The 
most influential reading theories in Ll are the bottom-up model, 
top-down model, and interactive model (Barnett, 1989) .
One of the early models of reading is the bottom-up model, which 
assumes a rather passive role on the part of the reader (Carrell,
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1988). In this model, reading is considered to be linear in that 
the reader first processes letters, then words, phrases, and 
sentences, with getting the meaning as the final process. In other 
words, the reader analyzes the text, adding up letters, words, and 
sentences until they make sense (Barnett, 1989).
Nunan (1991) states that in the bottom-up model readers are 
believed to recode "the written symbols into their aural 
equivalents" (p. 64). When the reader processes individual letters 
(grapheme), he changes them into phonemes (the smallest sound units 
in a language which have meaning). Later, these phonemes are added 
onto each other to make words. According to Cambourne (cited in 
Nunan), the bottom-up process works in the following way:
Print —> Every letter discriminated -> Phonemes and graphemes 
matched -> Blending -> Pronunciation Meaning (p. 64).
Today the bottom-up model is considered to be insufficient in 
explaining the reading process completely for several reasons 
(Nunan, 1991) . First of all, this model claims that when one has 
added up sounds to form a word, one understands that word. The 
supposition behind this is that every reader has an "oral 
vocabulary" (p. 64) which makes the process of decoding possible. 
However, this belief cannot be generalized to SL readers because 
they need great amount of instruction until they have enough 
knowledge of "aural vocabulary" (p. 64). In addition, it is common 
to observe students read aloud without really understanding the 
text. Secondly, human memory is limited and if the processing were 
really as suggested by the bottom-up model, reading would be very 
slow and keeping the first part of the sentence in mind before
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reaching the end would be impossible (Nunan). Thirdly, as Smith 
(cited in Nunan) says, one cannot decide how to pronounce a word 
unless he or she knows its meaning. For example, when the reader 
sees the letters hp he cannot know how to pronounce p until he or 
she sees the following letters in words such as "house, horse, hot, 
or hoot" (p. 65).
Instead of the bottom-up model, an alternative one, the top-down 
model, was suggested by Goodman (cited in Eskey, 1986). This model 
also considers reading as a linear process (Barnett, 1989).
However, here the reader has an active role because according to 
this model, the reader and the text interact (Nunan, 1991), and in. 
order to make meaning out of the text, the reader, by using his or 
her background knowledge of the content and the language, makes some 
hypotheses about how the text will develop later (Barnett; Nunan). 
While reading, the reader does not focus on all the language 
elements in a text. In fact, according to this model, a good reader 
"moves from reliance on the physical text to an increasing reliance 
on prior linguistic and conceptual knowledge for reconstructing the 
meaning of the text as a whole" (Eskey, p. 13). In other words, the 
top-down model says that beginning readers rely on identification of 
letters and words and that as the readers become more proficient, 
the use of these basic skills becomes very rare, and readers use 
their background knowledge for constructing meaning. According to 
Cambourne (cited in Nunan), the top-down model could be shown in the 
following way:
12
Past experience, language intuitions and expectation 
Selective aspects of print -> Meaning -> Sound pronunciation if 
necessary (p. 65).
There are also criticisms of the top-down model. Firstly, as 
Eskey (1986) states, it does not consider the importance of decoding 
skills. Contrary to what the top-down model claims, it is shown 
that successful readers also use these basic skills besides their 
background knowledge. Second, although this model claims that when 
the reader becomes more proficient, he or she starts using his or 
her background knowledge, it is shown that even poor readers use 
their background knowledge while reading. What is more, as Barnett 
(1989) says, even a good reader cannot make sense of a text or make 
predictions if it contains large numbers of unfamiliar words.
Third, as Smith mentioned (cited in Nunan, 1991) , trying to make 
hypotheses in the way this model suggested would take more time than 
processing letters, words, and sentences.
The discussion on "whether reading is a bottom-up, language- 
based process or a top-down, knowledge-based process" (Block, 1992, 
p. 319) is not valid anymore because today researchers (Block;
Grabe, 1991) mostly believe that reading is a process resulting from 
the interaction between the two.
In this interactive model, many reading skills process at the 
same time (Grabe, 1988) . That is, both bottom-up and top-down 
strategies are used simultaneously (Griffin & Vaughn; Waltz & 
Pollack; cited in Grabe), and they have equal importance (Barnett, 
1989). This model is illustrated in Figure 1.
Therefore, meaning is not directly derived from the text (Vacca 
et al., 1991); the reader uses both rhetorical organization and his 
or her background knowledge of the content as well as basic decoding 
skills to get the meaning (Eskey, 1986).
Figure 1. A simplified interactive parallel processing sketch
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graphic features
letters ________
words __________
phrases ________
sentences ___________
local cohesion ______
paragraph structuring
topic of discourse __
inferencing _________
world knowledge
READING
Note. From Interactive Approaches to Second Language Reading (p. 
59) by W. Grabe, 1988, Cambridge: Cambridge University Press. 
Copyright 1988 by Cambridge University Press.
Schema Theory
As mentioned above, in the interactive approach a reader's 
background knowledge about text structures and content integrate 
with the text during the reading process (Eskey, 1986) . In other 
words, reading is an interactive process of constructing meaning 
from the text by the reader's finding the appropriate background 
knowledge, which is also referred to as schemata (singular, schema) 
(Carrell & Eisterhold, 1983). This existing knowledge of the 
reader, or schemata, can be divided into two: formal schemata and 
content schemata (Carrell, 1987). According to Carrell, the former 
refers to the knowledge about the formal "rhetorical organizational
14
structures of different types of texts... [and] the latter refers to 
the knowledge relative to the content domain of the text" (p. 461).
According to schema theory, when the reader reads something, he 
or she places the information onto his or her already existing 
schemata. This activates both bottom-up and top-down processes.
The schemata have a hierarchical organization. At one end, there 
are the least general schemata, and at the other end, there are the 
most general schemata. When a piece of information is processed, it 
first activates the "best fitting bottom-level schemata" (Carrell & 
Eisterhold, 1983, p. 557); that is, the bottom-up, least general 
processes are activated. This, in turn, activates "more general 
schemata" (p. 557), top-down processes. Because after first 
processing "the incoming data" (p. 557), the reader starts to 
predict and tries to find the correct place on his or her general 
top-down schemata. To the degree that both are consistent with each 
other, comprehension occurs.
Schema activation is very important in reading because not 
activating the suitable schema may cause an inability to comprehend 
the information (Carrell & Eisterhold, 1983). As Wickelgren (1979) 
describes it, knowledge is a network of information linked together 
in different ways, and when we understand a piece of information, it 
means that, first, we have found the old information network, that 
is, activated that part in our brain (schemata), and then, put the 
new information onto the correct place in the network.
Understanding depends on to what degree one can activate the already 
existing, related information nodes in one's memory and build new 
information nodes onto those (Wickelgren).
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Metacognition
Despite the lack of a fully developed model of reading in second 
language situations, the importance of the reader is also accepted 
in L2 (Barnett, 1989). The reader is an active processor of 
information in creating meaning, with his or her cognitive capacity, 
level of language, background knowledge, and purpose of reading all 
affecting the reading process (Bernhardt, & Carrell; cited in 
Barnett). Furthermore, it is believed that the reader's ability to 
understand and learn the information in a text is strongly related 
to the reader's ability to control his or her cognitive processes 
actively (Block, 1992; Dewitz, Carr, & Patberg, 1987). This ability 
to check the processing of information is called metacognition 
(Gambrell, 1988) , which is said to be an important aspect in reading 
(Grabe, 1991).
Metacognitive processes are believed to occur when readers think 
about their knowledge and their learning, and when they check 
whether they have understood the information (Smith, cited in Shih, 
1992). Brown (cited in Nolan, 1991) talks about two aspects of 
metacognition that are important for successful reading: (a)
Readers should be conscious of their cognitive processes, and (b) 
they must be aware of their cognitive resources and "use of self 
regulatory mechanisms" (p. 133), such as planning, monitoring 
success, and checking the effectiveness of these strategies, all of 
which, according to Wixson and Peters (cited in Nolan), are of great 
importance in successful reading. In other words, as Baker and 
Brown (cited in Casanave, 1988) say, regulating learning activities 
involve checking understanding and deciding on the appropriate
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strategy to apply if there is a gap in comprehension. An example of 
knowledge of cognitive resources is knowing the necessary skills to 
study for an exam and whether one is ready for a test or not. 
Therefore, as Baker and Brown, and Brown, Armbruster, and Baker 
(both cited in Grabe, 1991) state, metacognition not only involves 
knowledge about one's thinking processes but also the ability to 
regulate them.
According to Shih (1992), there are various aspects of 
metacognitive knowledge. The first one includes criterion task 
knowledge and task awareness. Criterion task knowledge refers to 
knowledge about how one will be evaluated, for example, by essay 
type exams, by multiple choice questions, or by class discussions, 
and task awareness is knowing what to study. The second aspect is 
the knowledge about the best ways of processing information in a 
text, for example, paying attention to certain information in the 
text and how to remember that information. The third one is 
checking whether one has learned the information or not. Chamot and 
Kupper (1989) describe metacognition in a similar way to Shih; they 
say that metacognition involves planning ahead for effective 
learning, monitoring learning, and evaluating whether the outcome is 
successful or not.
Metacognition stresses the importance of encouraging the learner 
to be more active in his or her learning process (King, 1991). For 
efficient reading, being able to successfully use metacognitive 
skills is critical (Grabe, 1991) because as Shih (1992) states, they 
help the reader to understand the text. Oxford (1990) states that
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it is the metacognitive strategies that help learners to control 
their own thinking.
According to Barnett (1989), strategies are "the problem solving
techniques readers employ to get meaning from a text" (p. 36); in
other words, "they are the mental operations" (p. 66) that readers
employ in order to create meaning from reading. Chamot and Küpper
(1989) divide learner strategies into three categories:
Metacognitive, which are self-regulatory strategies in which 
learners are aware of their own thinking and learning, and plan, 
monitor, and evaluate their own learning endeavors; Cognitive, 
in which learners work with and manipulate the task materials 
themselves, moving towards task completion; Social and Affective 
strategies, in which students interact with the teacher or other 
students to solve a problem, or exercise some kind of affective 
control over their own learning behaviors (p. 14).
(For a more detailed summary of metacognitive strategies, see
Appendix A.)
Research shows that good readers know why they are reading, plan 
their reading process according to the task demands, ask questions 
to themselves to see if they are successfully achieving their aims, 
detect problems in comprehension as well as try to use different 
strategies in order to compensate for such problems (Shih, 1992). 
They have effective control over their metacognitive strategies 
because they know which strategy is most suitable to which type of 
task (Casanave, 1988; Shih). In other words, good readers are aware 
of the strategies they have, and they continuously check their 
comprehension and learning (Brown, Armbruster, & Baker, cited in 
Carrell et al. , 1989). They are also able to differentiate 
important information from details (Olson, Duffy, & Mack, cited in 
Block, 1986), they plan strategies, and if the outcome is not 
successful, adjust their strategies (Brown, Armbruster, & Baker,
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cited in Carrell et al.) depending on the reason for reading and the 
type of text (Smith; Strang & Rogers; both cited in Block). On the 
other hand, according to Chamot and Küpper (1989), poor readers tend 
to use fewer strategies and apply them less successfully. They are 
not successful in choosing the suitable strategy in accordance with 
the task demands either.
Chamot and Küpper (1989) studied learning strategies in a 
foreign language setting. Over a 3-year period they studied 67 
high-school students from first-year, third-year, and fifth/sixth- 
year classes learning Spanish. They conducted three studies during 
this time period. The results they obtained are in accordance with 
the literature (e.g., Shih, 1992; Casanave, 1988) showing that 
successful students used a wider range of strategies and used them 
more appropriately. They also used strategies more frequently. 
Furthermore, they monitored their comprehension. They also found 
that these foreign language students used mostly cognitive 
strategies, such as repeating and translating, rather than 
metacognitive strategies. In addition, the students in the study 
who were using metacognitive strategies were using planning 
strategies rather than monitoring or evaluation. Another finding 
was that the type of the task, prior language study, ease of the 
task, and motivation affected the type of strategies used. Chamot 
and Küpper also add that these findings are important because 
students were from all proficiency levels rather than only from high 
or low levels.
Oxford (1990) discusses various studies showing that ESL and EFL 
learners' use metacognitive strategies very rarely and among
19
metacognitive strategies they use planning with very little self 
evaluation and monitoring. She also refers to other studies (not 
named) which report similar findings for university and military 
foreign language students.
Wong (cited in Nolan, 1991) refers to the great amount of 
literature showing that people whose comprehension is poor do not 
have much knowledge about effective strategies. Therefore, as 
Bransford (1979) states, learning problems may be due to an 
inability to use the strategies necessary in order to evaluate 
comprehension of the new information and to take necessary actions 
if comprehension is not successful.
Good readers use strategies to help them understand a text when 
they face difficulties; thus, according to some researchers (e.g., 
Barnett, 1989) the use of strategies by second and foreign language 
readers may help to solve their reading problems.
Block (1992) says that when people read in a second language and 
especially when they read authentic materials in that language, they 
may have to face more language items and cultural references with 
which they are not very familiar. As a result, it can be said that 
L2 readers are in a more disadvantageous situation while reading 
because they have to "repair more gaps in their understanding than 
Ll readers" (p. 320). In an L2 context, what differentiates 
successful and poor readers may be the ability to use metacognitive 
processes.
There is evidence that strategy use does not develop 
automatically in children (Pressley & Harris, 1990). What is more, 
Ll strategies are usually not used while reading in L2 (Swaffar,
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1981). Many researchers (Carrell et al. , 1989; Chamot & Küpper, 
1989; Clarke & Silberstein, cited in Grabe, 1991; Oxford, 1990; 
Brown, Campione, & Day, cited in Shih, 1992) stress the usefulness 
and necessity of strategy instruction, and they say that less 
successful readers can improve if they are taught the necessary 
skills.
Strategy Training
In his review of the literature. Grabe (1991) found that during 
the last decade the importance of metacognitive strategies in 
reading and training of these strategies were widely researched. In 
LI situations strategy instruction has been successful in improving 
comprehension (Grabe; Pressley et al., 1989). For example, Nolan 
(1991) claims that recent studies show that students who are poor in 
understanding benefit in training strategies such as summarization, 
SQ, finding main ideas, and verbalization techniques. In second 
language reading, the training of strategies in order to increase 
comprehension has also been under investigation by researchers 
(e.g., Barnett, 1989; Carrell et al., 1989; Grabe; Kern, 1989). 
However, the amount of strategy training research in second language 
contexts is relatively little according to Grabe and O'Malley and 
Chamot (1990), and findings are contradictory (Barnett).
According to Carrell et al. (1989), metacognitive strategy
training to improve comprehension would be of great use to ESL 
programs. When students start their first year in their departments 
of study, they face dense and long texts which are very different 
from the texts that they are used to in their reading classes. 
Students will no longer continue to read easy passages (Block,
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1992). In addition, they have to learn and remember the information 
in these texts, which is also very different from the tasks that 
they have had in their traditional reading classes, where only 
short-term reading comprehension is emphasized. Synthesizing, 
critically reacting, and study planning, which are even difficult 
for native English speakers, are much harder for SL learners (Shih, 
1992). Therefore, in order to help ESL students to be more 
successful in academic situations, they should be taught strategies 
to overcome difficulties rather than being instructed about 
linguistic structures.
Shih (1992) mentions that metacognitive strategies are important 
in increasing comprehension, but she adds that this finding has had 
no influence on designing ESL curricula. Swaffar (1988), after 
reviewing the literature, mentions the need for more investigation 
to see the effects of metacognitive strategies in improving reading 
in L2 situations. Grabe (1991) also states that the research in 
improving comprehension by strategy training should remain the focus 
of research in the next decade because strategy training has great 
potential for improving reading comprehension. He believes that 
there are several differences between LI and L2 reading and that 
findings in Ll cannot be generalized to L2 situations; thus, there 
is a need for more research on reading in SL. For example, L2 
readers have different vocabulary and grammar knowledge than that of 
Ll readers when they start reading. Furthermore, L2 readers may 
have different cognitive capacities and better knowledge about the 
world and may make better logical inferences. There are also 
differences in terms of social context. Differences in terms of
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social context could result from the value given to reading in a 
society or availability of many different reading materials. 
Orthography, punctuation, and spacing are other examples of 
differences between languages. There are also other researchers, 
such as Kaplan, and Cowan (both cited in Barnett, 1989), who talk 
about the differences between LI and L2 reading. According to 
Kaplan (cited in Barnett), making inferences is necessary while 
reading; however, different cultures have different logical 
reasoning. Cowan (cited in Barnett) says that languages have 
different syntax and that if the reader tries to apply the syntax of 
his or her Ll to L2, this may cause comprehension failures.
Moreover, whether reading is a universal process or not and whether 
Ll reading strategies are transferred to L2 reading situations are ‘ 
still debated (Barnett).
Overall, it can be said that research on metacognitive training 
in SL, especially in reading, is scant (Nolan, 1991). The amount of 
research on the effectiveness of combined strategies is even less 
(Nolan; O'Malley & Chamot, 1990).
Guidelines For Strategy Training
Armbruster and Brown (cited in Shih, 1992) suggest that students 
should be taught metacognitive strategies that help them to see 
their strengths and weaknesses in their background knowledge, 
interest, and motivation, and how to take necessary actions to 
overcome their weaknesses, all of which affect comprehension and 
learning. However, according to Duffy, Roehler, and Herrmann (1988) 
training to improve comprehension is not always effective in 
fostering students' metacognitive control because students are not
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given enough explicit information about metacognitive control. In 
their review they also argue that if students are aware of these 
strategies, they can use them in different reading situations.
In training, informing students about the importance of 
strategies, how they affect the outcome of learning, and their 
usefulness in necessary. This is awareness training and it is very 
important for effective strategy instruction (Carrell et al., 1989). 
Without this awareness, independent use of strategies is not likely; 
students will not be motivated to apply them automatically (Winograd 
& Hare, cited in Carrell et al.; Paris, cited in Gambrell, 1988).
If students are informed about why, when, where, and how to use the 
strategies they can make their own plans depending on the task type, 
and can regulate, that is, control, monitor, and check, their own 
cognitive processes (Brown, Campione, & Day, cited in Carrell et 
al.). For example, Duffy et al. (1988), state in their review of
the literature that some teachers may ask inference questions, but 
that if they do not inform their students about what goes on in a 
reader's mind to answer such questions, this will not really help 
the students because they would not have metacognitive control to 
apply inferential reasoning when they read on their own (Duffy et 
al.) .
Along the same line, asking comprehension questions before, 
during, or after a reading passage may help students to understand a 
certain text, yet this does not lead to metacognitive control on the 
part of the students because they are not taught how they could 
generally apply these comprehension processes. When they do not 
know the logic behind these activities, they may just obey the
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requests of the teacher instead of directing their metacognitive 
control (Duffy et al., 1988).
In teaching strategies, the best way is to first explain the 
strategies, giving guided practice followed by students' using them 
independently (Anthony & Raphael, cited in Shih, 1992). As Anthony 
and Raphael state, for the strategy instruction to be most 
effective, the following instructional steps must be applied: (a) 
explanation of strategies; (b) explanation of the benefits of 
learning the strategies for content reading; (c) demonstration of 
how to use the strategies; that is, modeling; (d) explanation of 
when to use them; and (e) evaluation of the effectiveness of the 
strategy use.
Pressley and Harris (1990) also believes that modeling is an 
important aspect of effective instruction, and according to Garner 
(cited in Shih, 1992) modeling by thinking aloud is a good way of 
making internal processes external. In this way, poor readers who 
lack these strategies can be shown what goes inside the mind (Duffy 
et al., 1988). Davey (cited in Shih) believes that when modeling, 
the teacher could show how she or he thinks and what she or he 
thinks before and during reading. For example, before reading, the 
teacher could try to find out what the text is about, and while 
reading, she or he may try to form linkages between what she or he 
already knows and the new information, evaluate her or his 
comprehension, and do something to improve comprehension if it is 
not complete.
Next, there should be guided practice in which students are 
involved in applying these strategies and getting feedback. If
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necessary, students are retaught (Shih, 1992). Feedback during 
practice could be both from the teacher and from other students 
(Rosenshine & Meister, 1992) and, when suitable, students could be 
asked to explain their thinking while using the strategy (Brown & 
Campione, cited in Rosenshine & Meister). This may be helpful in 
making the students "evaluate, integrate, and elaborate knowledge in 
new ways" (p. 30), which, in turn, could lead to understanding.
With the students taking more part in the activities, the teacher's 
role becomes less active (Rosenshine & Meister). Finally, students 
are asked to apply the strategies independently.
Self-Questioning
Reading comprehension requires the ability to activate one's 
schemata (content and formal), to monitor comprehension, and to 
apply suitable strategies (Casanave, 1988). Thus, in the literature 
(King, 1991), SQ is described as having an important role in reading 
because it is a strategy for checking one's understanding during 
learning and continuously controlling one's cognitive processes, 
which leads to linking new information with the old information, 
making inferences and checking them, comparing main ideas, realizing 
comprehension failures, and taking necessary actions to compensate 
for comprehension problems.
SQ has proven to be very effective in improving reading 
comprehension (King, 1991; Singer & Donlan, cited in Pressley, et 
al., 1989; Wong, 1985). It increases readers' awareness about their 
understanding (Davey & McBride, 1986); thus, it has the aspect of 
being metacognitive (Brown, Armbruster, & Baker, cited in King). 
Haller, Child, and Walberg (cited in King), after analyzing 20
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empirical studies, concluded that SQ is the most successful strategy 
for checking understanding and regulating strategies in reading. SQ 
is also very important for recalling the information in a text 
(MacDonald, 1986; Pressley et al., 1989).
The literature shows that SQ has many aspects. According to 
Gambrell (1988), SQ involves students' asking questions about the 
information contained in the text. For Pressley and Harris (1990), 
SQ is asking questions to integrate information from different parts 
in a text. Nolan, (1991) as well as Andre (cited in MacDonald,
1986), say that asking questions is helpful in focusing students' 
attention on the important parts of the text, which, according to 
Nolan, facilitates understanding. Baker & Brown (cited in 
MacDonald) say that SQ is necessary for students in checking both 
their understanding and in their studying. MacDonald claims that SQ 
is especially important for students who are reading academic texts 
or texts about which they do not have much knowledge because if 
readers can make questions which are about the important parts of 
the content, they understand and recall the unfamiliar text better. 
Recall depends on the quality of the questions (Andre & Anderson, 
1979; Frase & Schwartz, cited in Davey & McBride, 1986) and on how 
familiar the reader is with the content of the text (Prosser, cited 
in Davey & McBride).
For Wong (1985) SQ has three aspects. The first one is the 
active processing aspect of SQ. However, the difficulty is that it 
is not clear what kind of processes exactly occur while reading. In 
trying to define the processes used for encoding, Wong refers to 
Cook and Mayer who have identified them as selection, acquisition.
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construction, and integration. Selection means focusing one's 
attention on certain points. Acquisition refers to putting the 
information into the long-term memory. Construction is making 
"internal connections among ideas learned from the text" (Wong, p. 
228) and integration means binding new information with the already 
existing information. SQ can serve any of these processes. In 
order to serve those processes as fully as possible, questions 
should be asked by the students themselves, they must be higher- 
order questions, and the number of the questions must be as high as 
possible. Therefore, according to the researcher teaching students 
to generate higher-order questions seems to be the key issue in 
active processing aspect of SQ. King (1991) explains that higher- · 
order questions require remembering the facts and ideas, as well as 
being able to apply, analyze, interpret, or evaluate them and 
higher-order questions lead to a deeper processing (Rickards & Di 
Vesta, cited in Wong). In short, the active processing aspect of SQ 
is used to "shape, focus, and guide their thinking in reading" (p. 
228). According to Wong, the second element of SQ is metacognition. 
Here SQ involves teaching students to focus on important information 
in the text by asking, "What is the main idea in this paragraph?" 
(Wong, p. 231), and teaching students to check their comprehension 
by asking questions like, "Is there anything I don't understand in 
this paragraph?" (p. 231). This type of SQ increases students' 
awareness of comprehension difficulties. Wong describes the third 
aspect in terms of schema theory. This aspect of SQ entails the 
interaction between readers' background knowledge and the 
information in the text.
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Shih (1992), on the other hand, defines SQ as a strategy which 
enables learners to monitor their comprehension. She classifies SQ 
into process questions and content questions. The former are used 
for monitoring comprehension and evaluation. An example for this 
type of questioning is, "Do I understand what I have just read?" (p. 
303). The latter are used for checking the meaning of the text 
content. An example for this kind of questioning is, "How does this 
procedure work?" (p. 303).
King (1991), in her study on the effectiveness of training 
students with metacognition strategies to improve comprehension, 
says that higher-order questions address both cognitive and 
metacognitive processes because they help students to understand the 
content as well as to integrate it to their previous knowledge and 
comprehension monitoring. This supports Flavel's point (cited in 
Ozbilgin, 1993) concerning the difficulty of differentiating which 
processes are cognitive and which processes are metacognitive.
Prediction
Prediction is a strategy known to increase comprehension 
(Gambrell, 1988). It involves guessing what kind of information 
will follow (Grabe, 1991), and according to Gambrell, it also 
involves the ability to integrate previous knowledge with the new 
information. From these, it can be assumed that prediction plays an 
important role in reading comprehension and recall. According to 
Klatzky (1975), meaning is derived by integrating already existing 
knowledge with the new information, and Bransford (1979) says that 
the ability to understand and recall is closely related to the 
current information and the activated related knowledge and that for
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comprehension and learning to take place, prior knowledge needs to 
be activated. Pichert and Anderson (cited in Bransford) also claims 
that recall depends on the activated knowledge. Thus, because 
prediction is believed to be very effective in activating one's 
prior knowledge (Gambrell), students need to be trained in making 
predictions.
According to Bransford (1979) one's reading comprehension 
problems may be not due to the lack of prior knowledge but to the 
inability to activate it. Vacca et al. (1991) agree with this view
and state that although readers may have content knowledge, they may 
be unsuccessful in activating it while reading. Forming links 
between information is necessary for comprehension (Bransford). 
Although everybody forms associations with their existing knowledge, 
it is the good learners who can make a high number of these 
associations and use them for guessing (Wickelgren, 1979) .
Proficient readers use their previous knowledge and make predictions 
about the coming information, read the text, and evaluate their 
predictions (Goodman, cited in Grabe, 1991) . Wickelgren claims that 
one learns effectively when he or she can predict what he or she is 
going to learn next. Some researchers (Bransford et al., cited in 
Wong, 1985) state that the importance of prior knowledge and 
prediction in reading comprehension cannot be questioned. As not 
every piece of information is explicitly stated in a passage, for 
successful comprehension the reader must "fill-in-the gaps" in 
information by making predictions using their background knowledge 
(Bransford).
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Making predictions also increases motivation; by making 
predictions readers have a personal interest in the text because 
they are curious whether the hypotheses they have made are correct 
or not (Kleitzien & Beduar, cited in Nolan, 1991). Lack of 
motivation is one of the causes of problems in reading 
comprehension. Therefore, by making predictions, readers' 
motivation can be increased (Nolan).
Guidelines to the Current Research
As can be seen from the literature, there is a need for research 
in strategy training, especially in combined-strategy training.
Thus, it was the aim of this present research to contribute to the 
field of study on metacognitive strategy training.
In the current research two metacognitive strategies--namely SQ 
and prediction--were taught. Nolan's (1991) study was taken as a 
guide in the design of this research. Nolan in his study 
investigated whether the combined metacognitive strategy training-- 
SQ and prediction--would be more effective than one metacognitive 
strategy training--SQ only--in increasing reading comprehension in 
LI. He had 42 students from grades 6, 7, and 8. The students were 
randomly assigned to three groups: SQ, SQ with prediction, and 
control vocabulary intervention. His subjects ranged from slightly 
below grade level to severely below grade level as assessed by the 
Gates-MacGinitie Reading Test. The reason for assessing the 
students' comprehension level before the training was to see the 
effects of strategy training on students from different ability 
levels. In the experimental groups, the instructors modeled and 
applied the strategies and gave the reason for using the techniques.
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In the control group, instruction and application were about 
vocabulary development. There were three 1-hour training sessions. 
After the third and the final session, a 30-minute break was given 
to students and then reading comprehension was tested by The 
Stanford Diagnostic Reading Text. It had multiple-choice questions 
and was similar to students' reading class activities. The 
experimental group performed significantly better than the control 
group, supporting the effectiveness of the combined strategy 
training. The training was especially effective for the poorest 
readers.
This investigation of the effectiveness of strategy training 
differed from Nolan's study in that the subjects were EFL University 
prep school students rather than children using their native 
language. There was one control group and one experimental group. 
The experimental group received training in SQ and prediction, and 
the control group continued their regular reading classes. Because 
research has shown the effectiveness of combined-strategy training 
(Kern, cited in Barnett, 1989; Nolan, 1991) and because of the time 
limit, there was no group receiving one-strategy training only. It 
is also suggested by Oxford (1990) that in strategy training the use 
of more than one compatible strategy should be taught at the same 
time. In addition, students' ability to recall the content of the 
text was also tested to see whether these strategies help retention 
as well.
SO in the Present Study
For SQ training, following Nolan (1991), students were taught 
to find the main ideas and ask questions about the main ideas. The
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type of questions was not mentioned in Nolan's study. However, the 
type of questions was very important in this study. That is, the 
questions that students generated needed to be higher-order 
questions because, as summarized above in the section about SQ, 
these kinds of questions are believed to foster better information 
processing and to be more helpful in increasing comprehension and 
recall (Rickards & Di Vesta, cited in Wong, 1985). The increase in 
comprehension and recall is possible because higher-order questions 
"require the learner to recall facts and ideas... [and] engage in 
application, analysis, interpretation or evaluation of those ideas." 
(King, 1991, p. 336). Following Andre and Anderson (1978-1979), 
students were asked to find the main ideas in each paragraph and ask 
higher-order questions to the main ideas. As in their study, this 
study also required the students to ask for new information or new 
concepts. When it was difficult to ask questions about a certain 
idea, then they were instructed to ask questions about the concepts 
in the main idea but in a paraphrased form.
.qtrateay Training in the Present Study
Following the suggestions in the literature, the logic behind 
using strategies, the benefit that the students would get from 
applying the strategies, where, why, when, and how to use the 
strategies were explained to the students. During the actual 
training sessions, the researcher modeled by thinking aloud. Then, 
students started practising the use of strategies together with 
classmates and, later, on their own. This transfer of 
responsibility was believed to be necessary because the aim was to 
help the students to use the strategies independently. As a model
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of strategy training, some of the suggestions made by Grant (1993) 
were followed. In her article she talks about the importance of 
surveying headings and subheadings in reading. She suggests 
teaching students to survey the headings and to ask questions about 
each heading such as "what information might the writer present?"
(p. 483). Later students must try to relate each subheading to each 
other. These steps, according to her, will help students to 
activate their prior knowledge, give clues for recall, and increase 
motivation.
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CHAPTER 3 RESEARCH METHODOLOGY 
Introduction
The purpose of this study was to find out whether training EFL 
university students with a combined-metacognitive-strategy training 
would improve their reading comprehension and recall of academic 
texts. The strategies used were SQ and prediction. One hypothesis 
was that METU prep school students trained in SQ and prediction 
would comprehend academic reading texts better than students who did 
not have this training. It was further hypothesized that this 
strategy training would also help these students to recall the 
subject matter better. The independent variable was the combined 
strategy training and the dependent variables were reading 
comprehension and recall.
In this chapter the following will be described: the research 
design, subjects, materials, procedure and data analyses.
Research Design
An intact group design was used in this study and a cause and 
effect relationship between the combined strategy training--SQ and 
prediction--and comprehension and recall of information in academic 
texts were investigated. Because the students were already assigned 
to different classes according to their results on a proficiency 
test and a placement test, the selection of the students was not 
random. Furthermore, the classes used as the experimental and the 
control group were chosen on the basis of their teachers' 
volunteering. In order to select the experimental group, a coin was 
tossed. However, as Hatch and Farhady (1982) mention, although the 
internal validity is controlled to some extent by having a control
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group in intact designs, one should be careful in terms of external 
validity and making generalizations about the results beyond the 
study.
The researcher tried to see whether the independent variable 
(combined-metacognitive-strategy training) would positively affect 
the dependent variables (reading comprehension and recall). The 
experimental group was given instruction on why, when, and how to 
use the strategies, whereas the control group continued having their 
regular reading lessons.
In order to observe the effects of the training on comprehension 
and recall of academic texts, the same open-ended and recall tests 
were given to subjects in both groups before and after the training. 
In order to have reliability in scoring, the researcher and another 
rater scored the tests independently.
Subjects
The study was conducted at METU prep school in Ankara, Turkey. 
METU is an English-medium university, and students are required to 
attain a certain level of English before they can pursue their 
academic studies in their departments.
At the beginning of each year, students are given a proficiency 
test, and those whose English is not good enough to attend academic 
classes take a placement test and study English at METU prep school 
for one year.
This study was carried out during the second term of the 
academic year between May 2, 1994, and May 16, 1994. Because 
students had taken a second placement test at the end of the first 
term and were reassigned to new classes according to their
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achievement, the level of the students placed in the same level in 
the second term was considered to be similar at the onset of the 
study. Twenty-eight native Turkish students from two pre­
intermediate classes took part in the study. Although at the 
beginning there were a total of 39 students, because of either 
absences during the experimental procedure or during the post-tests, 
the sample size dropped to 28 for the final analyses. There were a 
total of 13 females and 15 males in the study. The number of 
students in the experimental group was 17, 8 of whom were female. 
There were 11 subjects in the control group, 5 of whom were female. 
Students were asked to fill in a consent form (see Appendix B) which 
informed them very generally about the research, but not in full 
detail in order to prevent any uncontrolled effects on the study.
Materials
Pre-Test and Post-Test Materials
Instrument 1. The test material used in this study to measure 
reading comprehension (one of the dependent variables) was an open- 
ended comprehension test developed by the researcher. In order to 
help to ensure reliability and validity, first, two pilot studies 
were carried out: one on 3 participants in an MA TEFL program and 
the study advisor and the other on 10 students similar to the sample 
chosen for this study in proficiency and age who were studying at 
the same prep program at the same university. At the end of the 
pilot studies, some necessary changes in instructions and wording of 
the questions were made, and the number of questions was reduced 
from 15 to 10 because these 10 were believed to better discriminate 
among the students. Five questions were intended to measure literal
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inference (explicitly stated information in the passage) and five 
were intended to measure indirect inference (questions which 
required the students to integrate different bits of information in 
order to answer or questions which are in a paraphrased form of the 
information contained in the text) (see Appendix C). The students 
were not required to write the answers in their "own words" because 
the researcher did not want language proficiency to interfere with 
the answers. As some researchers (Casanave, 1988; Lee, cited in 
Swaffar, 1988) believe, language proficiency may interfere with 
assessment of what students really understand and contaminate the 
results.
The passage used for the reading comprehension test was taken 
from a study by Block (1992). It is a 589-word passage taken from 
an introductory psychology textbook by Rubin and McNeil (cited in 
Block, 1992). Because it is an authentic academic text, it was 
found suitable for the present study (see Appendix D).
Instrument 2. To test retention of information (the second 
dependent variable), written recall protocols were used. The 
passage was divided into idea units to make it easier for the raters 
to score. A checklist was prepared for this purpose (see Appendix 
E). The passage contained 39 idea units. The ideas which were 
repeated were not taken into consideration in determining the idea 
units.
Training Session Materials
The materials used for the training were taken from different 
sources. In choosing the materials, unsimplified texts which would 
also reflect the academic texts that the students would deal in
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their studies were considered. However, for the introduction of the 
importance of titles in activating background knowledge the passage 
about washing clothes was simplified (see Appendix F). The name of 
the books that the materials were taken from for each session are 
shown below:
Session 1: "Washing Clothes," Human Cognition 
(Bransford, 1979, pp. 134-135).
"People and Colors," Skillful Reading (Sonka,
1981, pp. 27-29).
"New Light on Adult Life Cycles," Interactive 
Reading (Salimbene, 1986, pp. 44-46) .
Session 2: "Motivation," Psychology (Morris, C. G.,
taken from Approaches to Academic Reading and 
Writing by Arnaudet, M. L. & Barnett, M. E.,
1984, pp. 229-244).
"People and Colors," Skillful Reading (Sonka,
1981, pp. 27-29).
"New Light on Adult Life Cycles," Interactive 
Reading (Salimbene, 1986, pp. 44-46).
Session 3: "Impressionism," Skillful Reading (Sonka,
1981, p. 45).
"Schizophrenia, " Psychology - A Social Approach (Wrench 
& Wrench, 1973, taken from ESP Reader: Humanities and 
Education by Evliyagil, Kandiller, & Yuzbasioglu, 1994, 
p. 31). (Only the first five paragraphs were used.) 
Session 4: "Schizophrenia," Psychology-A Social Approach (Wrench 
& Wrench, 1973, taken from ESP Reader: Humanities and
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Education by Evliyagil, Kandiller, & Yuzbasioglu, 1994, 
p. 31). (Only the first five paragraphs were used.) 
"Obstacles to faster effective reading," Practical 
Faster Reading (Mosback & Mosback, 1976, pp. 6-7) .
Procedure
Pre-Test and Post-Test Administration
Both pre- and post-tests were administered to the control and 
the experimental group on the same day and at the same class hours. 
Pre-tests were given on May 2, 1994, at 9:40. Two weeks later on 
May 16, 1994, at 9:40, post-tests were administered by the class 
teachers. The researcher asked the class teachers to strictly 
follow the same steps in classes during the test administration, and 
she visited both classes during the testing.
The pre-test on reading comprehension and the pre-test on recall 
were given before the training began to both groups in order to get 
baseline data. First, the students were given only the passage to 
study on their own for 20 minutes. They were informed that after 
the comprehension test there would be a recall test. It was 
believed that this information would encourage the students to use 
their already existing strategies for comprehension and recall. At 
the end of 20 minutes, they were given the open-ended questions 
about the passage; answering the questions took approximately 20 
minutes. Later, both the passages and the open-ended questions were 
collected from the students.
After a 1-minute break in order to empty out short term memory, 
subjects were given blank sheets and asked to write down everything
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they remembered about the information contained in the passage.
They were also informed that "lists of words" would not be accepted.
The recall protocols were in Turkish following the suggestions 
made by Lee (cited in Swaffar, 1988) and Casanave (1988). They 
state that language proficiency may interfere with recall protocols 
and that the results may not really reflect a student's true 
knowledge, and that if students are asked to write in their native 
language, their scores may increase. For this part, subjects were 
not given a time limit. They spent approximately 15 minutes on the 
recall protocols. The same procedural steps were followed in the 
post-tests of comprehension and recall.
Scoring Procedures
A key for the reading comprehension test was prepared by the 
researcher and a second rater. In order to have inter-rater 
reliability, the raters discussed all the possible answers for each 
question before beginning to score tests. The raters scored the 
answers independently. A third judge was to have been called for if 
there was more than a 3-point discrepancy between the scorers, but 
this was not necessary.
Each of the comprehension question had a value of 3 points; 
thus, the highest possible score was 30; partial credit was given if 
students could answer some parts of the question. The recall 
protocols were also assigned values; however, main ideas, supporting 
ideas, and examples that were recalled were given different values:
3 points, 2 points, and 1 point respectively with the exception of 
the main idea of the last paragraph which was assigned 4 points 
because this main idea required the students to integrate
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information from two sentences which were found in different places 
in the paragraph.
Training Procedures
Timetable of training. The training consisted of four 50-minute 
lessons. The researcher met the students in the experimental group 
and gave the training. At the same time, the students in the 
control group continued their regular reading classes. The 
timetable of the training sessions were as follows:
Week 1:
-2 May, 1994 (Monday): Pre-tests of comprehension and recall 
(9:40-...)
-4 May, 1994 (Wednesday): Training Session 1 
(8:40-9:30)
Week 2:
-10 May, 1994 (Tuesday): Training Session 2 
(9:40-10:30)
-13 May, 1994 (Friday): Training Sessions 3 and 4 
(9:40-10:30)
(10:40-11:30)
Week 3:
-16 May, 1994 (Monday): Post-tests of comprehension and recall 
(9:40-...)
Training session procedures. The following section is a summary 
of the steps followed during each session. In each session both SQ 
and prediction were dealt with together, and all sessions were 
recorded on audio tape for a later reference (for fuller details of 
each session, see Appendix G).
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Session I:
1. Introduction of metacognition and two metacognitive 
strategies (SQ and prediction).
2. Introduction to the role of prediction in activating prior 
knowledge before reading.
3. Explanation of the importance of surveying titles, 
subheadings, graphs, and pictures before reading as a method of both 
prediction and SQ, for activation, understanding the topic, writer's 
opinion, type of passage, and as preparation for a purposeful 
reading.
a- Introduction of the steps to be followed for the surveying 
process.
4. Modeling the steps.
5. Class practice with the researcher leading the activity.
6. A short summary of the surveying process.
Session II:
1. A summary of the previous lesson.
2. Students' individual practice.
3. Class discussion.
4. Introduction to the importance of reading the first and the 
last paragraphs in understanding the topic, the writer's direction 
and opinion about the topic in order to have a purposeful reading.
5. Class practice.
6. Class discussion.
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Session III:
1. A summary of the earlier lesson.
2. Introduction to how to make predictions and ask good 
questions while reading.
3. Finding the main ideas and asking questions about the main 
ideas.
4. Students' individual practice.
5. Class discussion.
6. Students' individual practice of every strategy they had 
learned.
Session IV:
1. Students' individual practice (continued).
2. Class discussions.
3. Thanking the students and farewell.
Data Analyses
The researcher was interested in the gain scores of the 
experimental group and the control group for both the reading 
comprehension test and recall test in the present study. In order 
to find out whether there was a significant difference between the 
means of the two groups' gain scores for both tests, a t-test for 
independent samples was selected. However, because normality of the 
groups is required in order to apply a t-test, first, the 
Kolmogorov-Smirnov Two-Sample Test was used to see whether the two 
groups' scores were normally distributed both for comprehension and 
recall on the pre-tests. Later two t-tests for independent samples 
were applied to the pre-tests of the two groups to see if both 
groups had a similar proficiency level of reading comprehension and
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recall at the beginning of the study. Finally, another two t-tests 
of independent samples were employed with the gain scores of both 
groups on both tests to see if there was a significant difference 
between the means of the comprehension and recall gain scores of the 
two groups.
For the reliability of scoring, the inter-rater reliability for 
each test was calculated. For the computation of the inter-rater 
reliability, Pearson Product Moment Correlation formula was used. 
Eight reliability coefficients were obtained for all the pre- and 
post-tests (four coefficients for the experimental group: 1 
comprehension pre-test, 1 recall pre-test, 1 comprehension post­
test, and 1 recall post-test; four coefficients for the control 
group: 1 comprehension pre-test, 1 recall pre-test, 1 comprehension
post-test, and 1 recall post-test).
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CHAPTER 4 ANALYSES OF DATA 
Introduction
The aim of this study was to see the effects of two combined 
metacognitive strategies--SQ and prediction--on reading 
comprehension and recall of academic texts.
It was hypothesized that (a) EFL university students trained in 
SQ and prediction would have better comprehension of academic texts 
than students who did not have this training, and (b) the students 
who had this training would recall the information better as well.
In this chapter the data collected will be explained in relation 
to the research hypotheses. First, inter-rater reliability is 
reported and then the analyses of the data, the comparison of the . 
mean gain scores between the experimental and the control groups are 
presented in this chapter.
Data Analyses
Reliability
As mentioned above, reading comprehension was measured by a 10- 
item open-ended test, and recall was measured by written recall 
protocols. In order to promote inter-rater reliability, students' 
reading comprehension tests and recall protocols were scored by two 
raters independently, using detailed keys prepared beforehand. 
Inter-rater reliability was measured by Pearson Product Moment 
Correlation formula. Four reliability coefficients were obtained 
from the test scores of the experimental group (two pre- and two 
post-tests) and four reliability coefficients were obtained from the 
test scores of the control group (two pre- and two post-tests). The 
coefficients of the experimental group for the comprehension pre-
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test, comprehension post-test, recall pre-test, and recall post-test 
were .99, .99, .96, and .99 respectively. For the control group,
the coefficients obtained from the comprehension pre- and post-tests 
and recall pre- and post-tests were .95, 1.0, 1.0, and .99 
respectively. Thus, there was a high inter-rater reliability.
The same test passage and questions were used as pre-and post­
tests in order to ensure test-retest reliability. This procedure 
brings about accuracy and consistency of measurement by having the 
same tests for comparison (Carrell et al. , 1989).
The Data Analyses Procedure for Reading Comprehension
The analytical procedure used in this research was comparing the 
mean gain scores of the two groups by means of the t-test. The 
results of the analyses are illustrated in Tables 1 and 2 below.
The accepted level of significance in this study was set at p <.05.
Before the training started, the two groups took the 
comprehension pre-test, and their scores were analyzed using a 
statistical packet program to see whether the two groups' scores 
were normally distributed at the beginning. Because the sample 
sizes of the two group were very small, it was important to test the 
normal distribution of the groups' scores in order to determine 
whether a parametric t test could be used. The Kolmogorov-Smirnov 
Two-Sample Test was run, and the significance level was found to be
0.919987, which is not significant at the p <.05 level. This showed 
that the groups' scores had a normal distribution.
After finding that the scores were normally distributed, in the 
next stage a t-test was run to have baseline data on the two groups' 
reading comprehension proficiency level (see Table 1). The t test
compares group means, and shows if there is a significant difference 
between those means.
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Table 1
The T-Test Results on the Comprehension Pre-Test of the Two Groups
M SD df t-OBSV
Experimental group 12.74 4.40
(N = 18)
27 0.457
Control Group 11.95 4.43
(N = 11)
*p <.05
The findings showed that the t-value is not significant at the p 
<.05 level. Thus, there was no significant difference in the 
performance of the two groups in the pre-reading comprehension test 
at the beginning of the experiment. In other words, the two groups 
were equivalent.
In the next stage, the first hypothesis, which claimed that 
metacognitive strategy training would improve EFL university 
students' comprehension of academic texts was tested. In order to 
see whether there was a significant difference between the means of 
the two groups after the training, another t-test was done on the 
two groups' gain scores. This time it was expected that ¿-value 
would be significant at the p <.05 level. However, the results (see
Table 2) showed that there was no significant difference between the 
gain scores of the both groups, meaning there was no significant 
improvement in the experimental group. Thus, the first hypothesis 
was rejected.
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Table 2
The T-Test Results on the Comprehension Gain Scores of the Two 
Groups
M SD df t-OBSV
Experimental Group 2.41 2.63
(N = 17)
27 -0.217
Control Group 2.72 4.98
(N = 11)
*p <.05
The Data Analyses Procedure for Recall
In analyzing the recall data, the same procedures followed in 
analyzing reading comprehension were repeated. The results of the 
analyses are shown in Tables 3 and 4. It was necessary that the two 
groups' scores were normally distributed and there would not be any 
difference in the performance of both groups' written recall 
protocols at the beginning in order to do a t-test. To test this, 
again the Kolmogorov-Smirnov Two-Sample Test was run. After the 
Kolmogorov-Smirnov Two-Sample Test, it was seen that the
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significance level was 0.118586. This value is not significant at 
the <.05 level; thus, it was concluded that the recall scores of 
the two groups were normally distributed. Later a t-test was run 
(see Table 3). When the t-value was investigated, it was seen that 
the t-value is not significant at the p <.05 level, which allowed 
the researcher to state that there was no significant difference 
between the two groups' performance on recall at the beginning.
Table 3
The T-Test Results on the Recall Pre-Test of the Two Groups *
M SD df t-OBSV
Experimental Group 7.58 4.03
(N = 17)
27 -1.108
Control Group 9.35 4.26
(N = 11)
*p <.05
In the next stage, in order to test the second research 
hypothesis which stated that students' performance in recall would 
increase after the training, students' gain scores on their recall 
protocols were compared by another t-test (see Table 4). Before the 
analyses it was expected that the t-value would be significant at 
the p <.05 level.
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The results showed that the t-value is significant at the e <.05 
level which allowed the researcher to accept the second research 
hypothesis. Because there was a significant difference between the 
means of two groups' gain scores, it can be said that the training 
given to the experimental group helped students to recall the 
information better. Thus, the second research hypothesis was 
accepted.
Table 4
The T-Test Results on the Recall Gain Scores of the Two Groups *
M SD df t-OBSV
Experimental Group 7.66 5.41
(N = 17)
27 3.22*
Control Group 1.52 4.03
(N = 11)
*p <.05
Discussion
The analyses of data done in this study can be summarized as 
follows :
1. The results showed that there was no significant difference 
between the experimental and the control groups' reading 
comprehension after the metacognitive strategy training. Therefore, 
the first hypothesis was rejected.
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2. The results indicated that there was a significant difference 
between the experimental and control groups' recall after the 
metacognitive strategy training. Thus, the second hypothesis was 
accepted.
These findings are contradictory because, as students in the 
experimental group scored higher in the recall test, it was the 
expectation of the researcher to observe an increase in the post­
test comprehension scores of these students as well. The research 
(e.g., Wickelgren, 1979) shows that comprehension and retention are 
closely related and that the better you understand an item, the more 
it helps retention (Bransford, 1979). Therefore, students' 
improvement in the recall test but not in the comprehension test 
looked surprising at first.
However, during further investigation in trying to find a 
possible explanation of the findings, it was found that there could 
be two ways of learning: rote learning and meaningful learning 
(Rickards & Di Vesta, 1974). In their study on the effects of 
adjunct questions (post questions) on processing of text material, 
Rickards and Di Vesta divided questions into verbatim questions and 
higher-order questions. Verbatim questions were about the facts or 
factual ideas contained in the passage. Higher-order questions 
required the students to integrate ideas across the passage. Unlike 
verbatim questions which led to reviewing and rehearsing, higher- 
order questions led to organization of facts under superordinate, or 
higher-level ideas. One group of subjects in their study asked 
questions after reading every two paragraphs and another group 
generated questions after every four paragraphs. After analyzing
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their data, Rickards and Di Vesta concluded that these adjunct 
questions affect the information to be recalled in different ways. 
They claim that verbatim questions help rote learning, and higher- 
order questions help meaningful learning.
In the present study the students had been trained to ask 
higher-order questions before and while reading rather than 
generating questions after every two or four paragraphs. Although 
it was possible to check whether students asked higher-order 
questions during the practice sessions, whether the students really 
asked higher-order questions during testing was not assessed. Thus, 
subjects in the experimental group may have asked verbatim questions 
during testing. As a result, they may have remembered the 
information contained in the test passage, but may not have analyzed 
it, and as a result, they may not have shown any improvement in the 
comprehension post-test.
Another interpretation of the findings can be made by referring 
to a study by Dewitz et al. (1987) on the effectiveness of inference
training on comprehension and comprehension monitoring. It was 
found that although the training was successful, it took time to 
show its effect in the open-ended comprehension post-tests. A 
comprehension test was administered after each training and again 6 
and 20 weeks later. It was found that the change in the inferential 
comprehension skills began to appear after 6 weeks of instruction. 
They refer to other findings in the literature and state that 
comprehension effect shows itself only after enough instruction-- 
more than 4 weeks of instruction--for the effects to occur. Thus, 
in the present study, although the population was different, it may
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have also taken time for these subjects to show the effects of 
training on comprehension to occur.
Although research (Carrell et al., 1989) suggests determining 
students' cognitive styles before deciding on the suitable 
strategies to be taught, because of the limitations of time, that 
was not considered in this study. Therefore, the interaction 
between the strategy training and learning styles is not clear. 
Carrell et al. in their study, found that the success of strategy 
instruction was related to the learning styles of the students.
They say that certain types of learning styles lead to elaboration 
of ideas (extracting, comparing, and contrasting) which, in turn, 
lead to better comprehension of the text and conclude that learning 
styles and effectiveness of strategy training interact. Thus, in · 
the present study the students in the experimental group may have 
had learning styles that were not compatible with SQ and prediction.
Another factor that may have affected the results may be related 
to task differences. O'Malley and Chamot (1990), in studies 
conducted with ESL and EFL students, found that the type of task 
(vocabulary learning, listening comprehension, and so on) affected 
the type of the strategies that were used. In the present study 
students had to do an open-ended comprehension test in English and a 
recall test in Turkish which are two different tasks. Therefore, 
these two different tasks may have affected the students' use of 
strategies in different ways.
Another factor is that, in the present study in the reading 
comprehension test, students had to answer the questions asked to 
them in English, but in the recall test they wrote down whatever
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they remembered in their native language; thus, the language used in 
the tasks were different. As some researchers (e.g., Casanave,
1988; Lee, cited in Swaffar, 1988) claim language proficiency can 
interfere with results of a test and that the scores may not really 
reflect students' real knowledge and understanding. Thus, in the 
present study although the questions in the open-ended English 
comprehension test did not require the students to write the answers 
in their own words (reducing the problems that may arise due to 
language proficiency to some extent), still the fact that students 
had to write in English might have affected the scores.
There is one final point to consider, which is the difference 
between the standard deviations of the experimental group and the 
control group's comprehension gain scores. When the results are 
examined, it is seen that although the means of the two groups are 
very close (experimental group, M = 2.41; control group, M = 2.72), 
the SD of the control group is nearly two times larger than that of 
the experimental group: 4.98 and 2.63 respectively. This made the 
researcher suspect that one or two subjects in the control group got 
extreme scores in the comprehension post-test and that this was 
reflected in the gain scores. As a result, the comprehension scores 
of the control group were re-examined, and the findings supported 
this belief. Three subjects got exceptionally higher scores in the 
comprehension post-test and one subject's score dropped. Although 
the researcher tried to assure that the tests were carefully 
proctored, she was only able to visit the two classes for short 
periods of time during the tests, and one interpretation for the 
discrepancy in the scores of these subjects could be that they may
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have looked at other subjects' papers. This could explain why the 
mean of gain scores of the control group was about the same as that 
of the experimental group.
56
CHAPTER 5 CONCLUSION 
Summary of the Study
This study sought to investigate certain ways of increasing 
university students' comprehension and recall of information in 
academic texts. The focus of this study was to teach students two 
metacognitive strategies--SQ and prediction--in order to increase 
their understanding of information contained in academic texts that 
they would face later during their studies and help them to recall 
that information better. It was hypothesized that EFL students at 
METU prep school trained in SQ and prediction strategies would be 
more successful in (a) comprehending and (b) recalling information 
in their reading tasks than students without this training.
The study was conducted at METU prep school. The subjects were 
28 pre-intermediate Turkish students. They were chosen on the basis 
of their teachers' volunteering to take part in the study. There 
were 17 students in the experimental group and 11 students in the 
control group. Students in the experimental group had four 50- 
minute training sessions on SQ and prediction given by the 
researcher during the students' regular reading classes. The 
students in the control group continued their usual instruction.
The instrument used to collect data on reading comprehension was 
prepared by the researcher and it consisted of a 10-item open-ended 
comprehension test. Written recall protocols were used to measure 
students' performance on recall. Before training, students in both 
groups were given a pre-test on reading comprehension and recall to 
obtain baseline data. The same test was used as the post-test for
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both groups after the training was completed in the experimental 
group.
First, Pearson Product Moment Correlation formula was used to 
determine inter-rater reliability. High inter-rater reliability was 
found. Next, in order to decide which statistics to use to analyze 
the results of the scores of the two groups, the comprehension and 
recall pre-tests scores for both groups were analyzed to see whether 
they were normally distributed. This was important because the 
sample sizes were very small. After assuring that the scores were 
normally distributed, t-tests were done on the students' pre-test 
mean scores, and it was confirmed that there was no significant 
difference between the experimental and the control group at the 
beginning of the study on either the comprehension or recall tests. 
Two other t-tests were run on the gain score means of both groups' 
reading comprehension and recall scores to see if there were any 
significant changes in the experimental group's results.
The analyses revealed a surprising finding. Although there was 
no significant change in the experimental group's reading 
comprehension results after the study, a significant change was 
observed in the results of their recall protocols. These findings 
led the researcher to reject the first research hypothesis, which 
stated that metacognitive strategy training of SQ and prediction 
would increase EFL university students' reading comprehension of 
academic texts. On the other hand, the data analyses led the 
researcher not to reject the second hypothesis, which stated that 
use of metacognitive strategies (in this study, SQ and prediction) 
would increase students' recall performance.
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Assessment of the Study
The results obtained from the data analyses seem contradictory 
given that comprehension is believed to aid remembering (e.g., 
Bransford, 1979). There could be several factors causing these 
conflicting findings. First, the type of questions asked by the 
students during testing was not assessed. However, type of 
questions is very important because two types of learning are 
possible; rote learning and meaningful learning. The type of 
questions affects type of learning; higher-order questions leading 
to more meaningful learning and lower-order questions leading to 
rote learning (Rickards & Di Vesta, 1974). If students had asked 
lower-order questions during testing, it could have led to higher 
recall, but recall based on verbatim memory.
Second, it is believed that the training period may not have 
been long enough for the inferential comprehension skills to develop 
and, thus, show an increase in the comprehension post-test scores.
As Dewitz et al. (1987) state, time factor is very important for
inferential comprehension to develop.
In the present study the students' learning styles were not 
assessed either. As Carrell et al. (1989) suggest, finding
students' learning styles is very important in strategy training 
because the interaction between the students' learning styles and 
strategy training is not clear. Perhaps the particular 
metacognitive strategies did not fit the learning styles of the 
students.
Another factor which may have led to the surprising findings 
could be due to task differences. O'Malley and Chamot (1990) claim
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that kind of task (e.g., vocabulary learning, listening 
comprehension) affects the type of strategies used. In the present 
study students performed different tasks, that is, and open-ended 
comprehension test in English and a recall test in Turkish. Thus, 
the fact that the two tests.involved different tasks may have 
affected students' strategy use differently.
Another point to consider is the language used in the tasks. In 
the open-ended comprehension test students had to write their 
answers in English but in the recall test students wrote down 
everything they remembered in Turkish. Therefore, language 
proficiency may have affected the results of the two tests 
differently.
Finally, because there were some extreme changes in the scores 
of a few students' comprehension post-test scores in the control 
group, it could be suspected that these students looked at their 
classmates' paper.
Pedagogical Implications
Although the results of the study are inconsistent, there are 
still some pedagogical implications to be made for classroom 
teaching. First of all, as can be seen from the findings of the 
present study, there was a significant change in the recall scores 
of the students in the experimental group which can be seen as 
evidence that strategy training creates some changes in students.
An increased ability to recall material could be important for 
academic students. Although in the present study there was not any 
change in the comprehension scores of the students in the 
experimental group, various unknown factors may have caused this.
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and the researcher still believes there are good reasons for 
integrating strategy instruction into the reading classes. One 
possible benefit of teaching strategies in reading classes would be 
helping students to control their own learning. If students are 
informed about the strategies, they can check which strategies they 
successfully use themselves and which ones they need to develop.
This gives much control to students, which could help them become 
independent learners, and this is believed to be a necessary aspect 
of academic studies.
As mentioned above, the time factor is very important. For 
strategy training to have an effect on comprehension, more time is 
probably needed (Dewitz et al., 1987). Curriculum developers should 
take into consideration the fact that development of reading 
comprehension takes time and consider the amount of training and the 
time of testing carefully.
Implications for Further Research
The data obtained from this study suggest several questions for 
other research. Researchers may want to repeat this study with a 
bigger sample size and especially for a longer period of time. This 
may shed light on the apparent contradictory finding obtained in 
this study.
Another area that could be researched may be the relationship 
between certain strategies and learning tasks (e.g., comprehension 
and recall); that is, whether certain strategies are more effective 
if they are used with certain type of tasks. In relation to this, 
whether strategies transfer across similar tasks could be researched 
as well.
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A further suggestion would be asking students which strategies 
they employ during practice and also during the post-test to see 
whether exam situations create a different atmosphere and whether 
students continue applying those strategies they have been trained 
on in an exam situation.
In this study, it is not clear whether students recalled facts 
and ideas from the test passage as a result of rote learning or 
meaningful learning, but it is clear that students benefited from 
the training in terms of recall. A further step could be asking 
subjects to write the questions they have generated next to each 
paragraph and later giving them a recall test. This would enable 
the researcher to make a more certain conclusion about the 
relationship among question types, comprehension and recall.
Another suggestion is to use the same language (either English 
or Turkish) if students are given more than one test. This will 
enable other researchers to control the language proficiency factor.
Although research suggests finding students' cognitive styles 
before deciding on the suitable strategies to be taught (Oxford, 
1990), because of time limitations that was not considered in this 
study. Thus, it is not clear what the relation is between learning 
styles and the effects of different strategies. This is an area for 
future research.
In conclusion, a greater sample size and training for longer 
periods of time may be necessary to determine whether a particular 
strategy training works. In addition, having more information about 
whether students actually use them during training and continue 
using them after the training in different settings at different
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times, especially during testing situations, can help one to 
understand the nature of strategy training better.
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Learning Strategies and Their Definitions
APPENDIX A
Metacognitive Strategies involve thinking about the learning 
process, planning for learning, monitoring the learning task, and 
evaluating how well one has learned.
1. Planning: Previewing the organizing concept or principle or an 
anticipated learning task ("advance organizer"); proposing 
strategies for handling an upcoming task; generating a plan for the 
parts, sequence, main ideas, or language functions to be used in 
handling a task.
2. Directed Attention: Deciding in advance to attend in general to 
a learning task and to ignore irrelevant distractors; maintaining 
attention during task execution.
3. Selective Attention: Deciding in advance to attend to specific 
aspects of language input or situational details that assist in 
performance of task; attending to specific aspects of language input 
during task execution.
4. Self-management: Understanding the conditions that help one 
successfully accomplish language tasks and arranging for the 
presence of those conditions; controlling one's language performance 
to maximize use of what is already known.
5. Self-monitoring: Checking, verifying, or correcting one's 
comprehension or performance in the course of a language task. This 
has been coded in the think alouds in the following ways;
- Comprehension monitoring: checking, verifying or correcting 
one's understanding
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- Production monitoring: checking, verifying or correcting one's 
production
- Auditory monitoring: using one's "ear" for the language (how 
something sounds) to make decisions
- Visual monitoring: using one's "eye" for the language (how 
something looks) to make decisions
- Style monitoring: checking, verifying, or correcting based upon 
an internal stylistic register
- Strategy monitoring: tracking use of how well a strategy is 
working
- Plan monitoring: tracking how well a plan is working
- Double Check monitoring: tracking across the task previously 
undertaken acts or possibilities considered
6. Problem Identification: Explicitly identifying the central point 
needing resolution in a task, or identifying an aspect of the task 
that hinders its successful completion.
7. Self-evaluation: Checking the outcomes of one's own language 
performance against an internal measure of completeness and 
accuracy; checking one's language repertoire, strategy use or 
ability to perform the task at hand. This has been coded in the 
thinks alouds as:
- Production evaluation: checking one's work when the task is 
finished
- Performance evaluation: judging one's overall execution of the 
task
- Ability evaluation: judging one's ability to perform the task
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- Strategy evaluation: judging one's strategy use when the task 
is completed
- Language Repertoire evaluation: judging how much one knows of 
the L2, at the word, phrase, sentence, or concept level.
(From Chamot and Küpper, 1989, pp. 15-16)
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I am conducting an educational research study about the 
relation of some strategies and reading. I hope you will agree to 
take part as your participation is important so that more can be 
learned about effective reading strategies. Your participation is 
voluntary and will not harm you in any way. I will be analyzing 
your data as group data and no one will be identified as an 
individual. Your test results will not affect your grades in this 
class. You may withdraw from this study at any time. When I finish 
my study I will be happy to give you your individual results and 
tell you a little about my findings.
If there are any questions about this study, you may contact 
either the researcher:
Candan Sayram 
MA TEFL Student 
Bilkent University
APPENDIX B
or the study advisor:
Dr. Phyllis Lim, Director 
MA TEFL Program 
Bilkent University at 
(312) 266 43 90
Thank you
Informed Consent Form
I agree to participate in an educational research study. I 
understand there is no possible harm in taking part and that if I 
wish I may withdraw from the study at any time. It has also been 
made clear by the researcher that my identity will be totally 
confidential and I will not be identified by name.
Name (print) __________________
Signature ____________________ _
Date ______
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APPENDIX C
TEST I.
Class Name
Read the passage 'Talking to Babies' and answer the following 
questions. You can give short answers where possible. Don't write 
unnecessary information because you will lose marks if you write 
irrelevant information. If you can't answer a question, don't spend 
too much time on it and go to the next one.
1) What is common to all languages according to the passage?
2) Why do adults use sing song intonation while talking to babies?
3) What does the rising voice at the end of a sentence tell the baby?
4) What does "it" in paragraph 3, line 20 refer to?
5) What is a toddler?
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6) What are the characteristics of the adult speech to toddlers? 
(Write two examples)
7) What does "they" in paragraph 4, line 31 refer to?
8) What examples can you give to show that baby talk is easy for 
every adult?
9) Why do you think true baby talk does not start before the baby is 
18-months old?
10) What is the importance of baby talk in general?
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APPENDIX D
TALKING TO BABIES
1 All of the world's languages, from English to Urdu, share
one special kind of speech: baby talk. Recent research has 
confirmed that in spite of the great differences among cultures 
and languages, the general properties of speech used with babies 
5 who are learning to talk remain the same.
Baby talk sounds different from adult speech. When talking 
to 1-and 2- year olds, adults usually raise the pitch of their 
voices and adopt a "sing song" intonation, in which the voice 
rises and drops dramatically, often ending a sentence at a high 
10 point. (Imagine the way you would say to a baby, "Hi, Johnny. 
You're playing with your teddy, aren't you.")
What is the point of these peculiarities? Research has 
shown that babies prefer sounds in higher pitch ranges (Kearsley, 
1973). Adults may quickly learn that they are more likely to get 
15 a smile or a satisfied gurgle from a baby when they raise their 
voices a bit. And the melodious rise and fall of the speech 
signal may hold the baby's attention something-that isn't easy to 
do. For the toddler who has begun to utter a few words, the 
rising voice at the end of the sentence serves as a signal:
20 "Your turn." rt marks the end of the adult's verbal offering and 
invites the child to make a response.
Adult speech to toddlers is also characterized by short 
sentences, limited vocabulary, and straight-forward grammar.
There are lots of questions and there is plenty of repetition
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25 (Snow, 1972). Furthermore, speech to beginning talkers tends to 
be tied to the here and now, with few references to the past or 
future. A father is much more likely to say, "See the birdie, 
Franny?" than "Do you remember the bird we saw yesterday?" The 
grammatical simplicity and concreteness of baby talk help make 
30 the structure and rules of language clearer to someone just 
starting to learn it, and they help ease communication with a 
small person who cannot yet understand much speech.
Adults seem to catch on to baby talk quite naturally. 
Catherine Snow (1972) found that non-mothers (who had almost no 
35 experience with babies) made the same speech changes when they 
talk to babies that mothers did. And Marilyn Shatz and Rochel 
Gelman (1973) found that even 4-year-old children will make 
similar speech modifications when talking to 2-year-olds. Babies 
themselves help to shape baby talk, through their reactions to 
40 adult utterances. When mothers were asked to talk to an
imaginary baby, they did not simplify their speech as much as 
when they spoke to a real one (Snow, 1972). The child's 
presence-giving evidence of comprehension, boredom, or pleasure- 
was necessary to elicit "true" baby talk from the mothers. True 
45 baby talk, with its particular grammatical simplifications, does 
not appear in parents until the baby is about 18 months old and 
begins to demonstrate some understanding of what is being said 
(Phillips, 1973). Roger Brown (1977) suggests that there is 
something else baby talk can do besides helping babies learn to 
50 talk: It can express affection in ways that normal speech can't. 
He points out that sometimes baby talk occurs between adults, but
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that such behavior is usually limited to lovers. And this may be 
as important a function as language learning and communication. 
Children need to learn to "Stay away form the stove" and "Don't 
55 eat the Swedish ivy." But they also need to hear "I love you" 
and to feel the meaning of these words even before the words 
themselves are actually understood.
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Main ideas: 3 points
Supporting ideas: 2 points 
Examples: 1 point
Irrelevant information or repetition: 0 point
TALKING TO BABIES
Paragraph 1
-All of the world's languages, from English to Urdu, share one 
special kind of speech: baby talk. = MI 3 points 
-Recent research has confirmed that in spite of the great 
differences cunong cultures and languages, the general properties of 
speech used with babies who are learning to talk remain the same*
= MI 3 points
-the general properties of speech used with babies who are learning 
to talk remain the same. = SI 2 points
-Recent research has confirmed that in spite of the great 
differences among cultures and languages = 0 point 
Paragraph 2
-Baby talk sounds different from adult speech. = MI 3 points
-When talking to 1- and 2- year olds, adults usually raise the pitch
of their voices = SI 2 points
-adopt a "sing song" intonation, = SI 2 points
-in which the voice rises and drops dramatically, often ending a 
sentence at a high point. = SI 2 points
-(Imagine the way you would say to a baby, "Hi, Johnny. You're 
playing with your teddy, aren't you.") = Ex. 1 point
APPENDIX E
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Paracrraph 3
-What is the point of these peculiarities? = MI 3 points
-Research has shown that babies prefer sounds in higher pitch ranges
(Kearsley, 1973). = SI 2 points
-Adults may quickly learn that they are more likely to get a smile 
or a satisfied gurgle from a baby when they raise their voices a 
bit. = SI 2 points
-And the melodious rise and fall of the speech signal may hold the
baby's attention = SI 2 points
-that isn't easy to do. = SI 2 points
-For the toddler who has begun to utter a few words, the rising 
voice at the end of the sentence serves as a signal: "Your turn."
= SI 2 points OR
*** It marks the end of the adult's verbal offering and invites the 
child to make a response. (THIS IDEA IS THE SAME AS THE ONE BEFORE 
SO EITHER ONE SHOULD BE WRITTEN. IF BOTH ARE WRITTEN IT IS ACCEPTED 
AS ONE IDEA UNIT.)
Paragraph 4
-(Adult speech to toddlers is also characterized by) short
sentences, = SI 2 points
-limited vocabulary, = SI 2 points
-and straight-forward grammar. = SI 2 points
-There are lots of questions = SI 2 points
-and there is plenty of repetition (Snow, 1972). = SI 2 points 
-Furthermore, speech to beginning talkers tends to be tied to the 
here and now, with few references to the past or future. = SI 2 
points
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-A father is much more likely to say, "See the birdie, Franny?" than 
"Do you remember the bird we saw yesterday?" = Ex. 1 point 
-The greunmatical simplicity and concreteness of baby talk help make 
the structure and rules of language clearer to someone just starting 
to learn it, and they help ease communication with a small person 
who cannot yet understand much speech. = MI 3 points 
Paracrraph 5
-Adults seem to catch on to baby talk quite naturally. = MI 3 points 
-Catherine Snow (1972) found that non-mothers (who had almost no 
experience with babies) made the same speech changes when they talk 
to babies that mothers did. = SI 2 points
-And Marilyn Shatz and Rochel Gelman (1973) found that even 4-year- 
old children will make similar speech modifications when talking to 
2-year-olds. = SI 2 points
-Babies themselves help to shape baby talk, through their reactions 
to adult utterances. = MI 3 points
-When mothers were asked to talk to an imaginary baby, they did not 
simplify their speech as much as when they spoke to a real one 
(Snow, 1972). = Ex. 1 point
-The child's presence was necessary to elicit "true" baby talk from 
the mothers. = SI 2 points
-- giving evidence of comprehension, boredom, or pleasure- = Ex. 1 
point
-True baby talk, with its particular grammatical simplifications, 
does not appear in parents until the baby is about 18 months old =
SI 2 points
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-***and begins to demonstrate some understanding of what is being 
said (Phillips, 1973). (THIS IS REPETITIVE OF THE MI IDEA AND THE 
SENTENCE TALKING ABOUT CHILD'S PRESENCE BEING NECESSARY, GIVING 
EVIDENCE OF BOREDOM ETC. SO EITHER ONE SHOULD BE ENOUGH).
Paracrraph 6
-***Roger Brown (1977) suggests that there is something else baby 
talk can do besides helping babies learn to talk: (THIS IS
REPETITIVE)
-It can express affection in ways that normal speech can't. And 
this may be as important a function as language learning and 
communication. = MI 4 points
-He points out that sometimes baby talk occurs between adults, but 
that such behavior is usually limited to lovers. = SI 2 points 
-Children need to learn to talk. = SI 2 points
-They need to understand "Stay away from the stove" = Ex. 1 point
-and "Don't eat the Swedish ivy." = Ex. 1 point
-But they also need to hear "I love you" = Ex. 1 point
-and to feel the meaning of these words even before the words
themselves are actually understood. = SI 2 points
81
APPENDIX F 
Washing Clothes
The procedure is quite simple. First, you arrange items into 
different groups. Of course one group may be enough depending on 
how much there is to do. If you have to go somewhere else due to 
lack of facilities that is the next step; otherwise you are ready to 
begin. It is important not to overdo things. That is, it is better 
to do few things at a time than doing too many. At first this may 
not seem important but you can easily have problems. A mistake can 
be expensive as well. At first the whole procedure will seem 
difficult. Soon, however, it will become just another part of 
everyday life. It is difficult to see any end to the need for this 
task in the immediate future but then, one never can tell. After 
the procedure is completed one arranges the materials into different 
groups again. Then they can be put into their appropriate places. 
Finally, they will be used once more and the whole cycle will then 
have to be repeated. However, that is part of life.
(Adapted from Bransford, 1979)
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APPENDIX G
Session I:
1. A brief introduction on what academic study reading requires 
and the rate of forgetting.
2. A short introduction of how people comprehend and remember 
information.
a- Mentioning the role of activation in learning.
3. Introduction of metacognition and two metacognitive 
strategies {SQ and prediction).
a- Necessity of these strategies.
4. A demonstration of role of activation, using the passage on 
"Washing Clothes."
a- The class was divided into two groups. One group got the 
passage with the title and the other got the same passage without 
the title.
b- Students read the passage.
c- First, the group without the title were asked to report what 
they understood about the passage; then, the same thing was done 
with the group who read the passage with the title.
5. Introduction to the role of prediction in activating prior 
knowledge before reading.
6. Explanation of the importance of awareness in using 
metacognitive strategies.
7. Explanation of the importance of surveying titles, 
subheadings, graphs, and pictures before reading, as a method of 
prediction and SQ, for activation, understanding the topic, writer's
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opinion, type of the passage, and preparation of oneself for a 
purposeful reading.
a- Students were told which steps to follow for the surveying 
process.
i) For this, students first read the main title and then 
subheadings and studied all the drawings present.
ii) Then, they were told to ask questions to themselves about 
the information in the titles such as:
"Do I understand this?"
"What can it be about?"
"What do I already know about it?"
"What can the following paragraphs be about?"
While asking questions students were expected not only to become 
aware of what they knew or did not know about the passage but also 
to make predictions about the information contained in the passage.
8. Modeling aloud on how to survey the titles and drawings using 
the passage "People and Colors."
9. The same steps were practised together as a class with the 
researcher leading the activity, using the passage "New Light on 
Adult Life Cycles."
10. A summary of the things that students should do before 
reading a passage.
a- Discussion on the kind of questions to be asked such as
"Do I understand this?"
"What can the passage be about?"
i) Examples on what good questions should be like.
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ii) Reminding students that good questions should ask for new 
concepts and examples.
b- The role of asking questions in helping the readers in 
preparing themselves for reading and considering all the possible 
points that could be mentioned by the writer.
Session II:
1. Summary of the previous lesson.
2. Repeating what good questions should be like.
a- The researcher wrote an example on the blackboard, students 
generated questions and the questions were discussed.
3. Students' individual practice using titles and drawings on 
the passage "Motivation."
a- While surveying, students note down their predictions and 
questions.
4. Class discussion of students' questions and predictions on 
each title and drawing.
5. Reminding students of the logic behind asking questions and 
making predictions about the text using the titles and drawings; how 
they introduce the main ideas in each section.
6. Introduction to the importance of reading the first and the 
lasts paragraphs in understanding the topic, in understanding the 
writer's direction and opinion about the topic, having a purpose in 
reading.
7. Class practice of reading the first and the last paragraphs, 
using the passage "People and Colors."
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8. Surveying the passage on "People and Colors" and discussing 
how closely the predictions and questions they had made matched the 
information given in the passage.
9. The same procedures were followed by using the passage "New 
Light on Adult Life Cycles"; this time students practised 
individually.
Session III:
1. Summary of the earlier lessons.
2. Introduction to how to make predictions and ask good 
questions while reading.
3. Finding the main ideas of the first paragraph, asking 
questions to it. Then doing the same thing for each paragraph in 
succession.
a- Students were reminded of the steps that they should follow 
before and while reading.
b- The passage "Impressionism" was distributed to the students 
and they practised individually.
4. Later class discussion on what predictions and questions they 
had thought of about the title and the main ideas.
a- The researcher elicited the main idea of every paragraph and 
those main ideas were written on the blackboard. (Because students 
had already known how to find main ideas, just a short revision of 
ways of finding main ideas was made before students started to self- 
study) .
b- Reminding students how a higher-order question should be 
like. For example, not a yes/no question or grammatical
8 6
transformation of the sentence into the question form; questions 
should ask for new information or an example.
c- Reminding the importance of good questions causing deep 
processing.
5. Class discussion of the questions they had generated about 
whether they were good questions or not.
6. Students' individual practice of every strategy they had 
learned, using the passage on "Schizophrenia" (the first two 
paragraphs were finished).
Session IV:
1. Practice on "Schizophrenia" continued (the following three 
paragraphs were finished).
2. Class discussion of students' answers.
3. Thanking students for taking part in the present study.
